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The present study examined the influence of the
 
demographic variables of age, gender, major in college,  and
 
level of education or class standing on individuals'  stage
 
of moral development.  Trevino's interactionist model,
 
combined with the basic principles of cognitive moral
 
development, provided the theoretical basis for this study.
 
One-hundred and forty-four university students, representing
 
business, home economics, and liberal arts majors,
 
participated in this qualitative study.
 
The research instrument used was the Sociomoral
 
Reflection Measure (SMR), designed to measure an
 
individual's level of moral development.  The SMR considered
 
four stages of moral development:  1) unilateral and
 
simplistic, 2) exchanging and instrumental, 3) mutual and
 
prosocial, and 4) systemic and standard, in addition to
 
three transitional stages:  a) transition 1/2, b) transition
 
Redacted for Privacy2/3, and c) transition 3/4.  The stage achieved indicated an
 
individual's level of moral maturity.
 
One-way analysis of variance statistics were performed
 
to test the research hypotheses.
  Frequencies and
 
percentages were also calculated for both the  demographic
 
and sociomoral stage data with regard to the total sample.
 
Analogous with previous research, findings  indicated
 
that age directly related to an individual's current stage
 
of moral development.  Concurrently, the class standing
 
variable also was found to influence  one's stage of moral
 
development.
 
Conversely, the remaining demographic variables  tested
 
differed from previous studies, failing to prove
 
significant.  A collegian's choice of major was not found to
 
influence stage of moral development achieved.  Furthermore,
 
the impact of gender-based differences on stage of moral
 
development did not appear to be of significance.
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CHAPTER I
 
INTRODUCTION
 
The word "ethics" turns off many and confuses
 
more.  Yet the notions of shared values and
 
an agreed-on process for dealing with adversity
 
and change...seem to be at the heart of the
 
ethical issue.  At times, taking a tough line
 
or a defensive stand in a muddle of ambiguity
 
is the only ethical thing to do (McCoy,  1983,

pp. 3-4).
 
For purposes of this study, Webster's dictionary
 
definitions of the following terms will be utilized as
 
operational definitions and will be used synonymously to
 
avoid confusion.  Ethics, or ethical, is defined as a set of
 
moral principles or values;  a theory or system of moral
 
values; conforming to accepted standards of conduct.
  One's
 
morals are that which are related to principles  of right and
 
wrong behavior, while morality is simply defined as moral
 
conduct.  Finally, if one is decent, one is conforming to
 
standards of morality.  The shared meaning element,
 
therefore, is conforming to a standard of what is right and
 
good.
 
The United States of America was founded on strong
 
morals and ethical behavior (Arber, 1897/1969; Cousins,
 
1958; Meister, 1917/1987).  Many would agree that the
 
"founding fathers" of this country would likely be appalled
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at the current decline in the basic ethical decencies of
 
honesty, integrity, fairness, and compassion.  These
 
decencies ought to be considered the ground rules, not just
 
guidelines that might apply to some situations (Covey, 1989;
 
King, 1993).  "Throughout a long period of our history, the
 
question of ethics was neglected in business or was not a
 
subject of doubt because of the popular notion that business
 
and personal ethics existed in separate compartments"
 
(Hanke, 1988, p. 322).  However, in today's society, the
 
number of ethical violations within the professional
 
business community is so astounding that concern has been
 
raised as to the ethical,  or lack of, development of much of
 
the current managerial staff (O'Clock  & Okleshen, 1993).
  If
 
instinctive individual reactions replace the shared value
 
system of the organization during stressful  situations, the
 
strength and authenticity of the corporate culture will be
 
placed in jeopardy (McCoy, 1983).
 
Some of the most respected and thoughtful ethicists
 
think that the elements for an "enduring moral  consensus are
 
right at hand--in the Constitution and the Declaration  of
 
Independence" (Bowen, 1987, p. 29).  Many would consider
 
this a reassurance, however, Americans need to  "put their
 
lives where their mouths have been:  in line with the
 
country's founding principles" (Bowen, p. 29).  Capitalist
 
economic organization, in the United States, began "in a
 
moral-cultural environment, and for a time was sustained"
 
(Bachelder, 1986, p. 1174).  However, society as a whole has
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turned to a "last-resort" mode of thinking about ethics and
 
morality.  The problem lies in that:
 
Most ethics [only] become important when the roof
 
falls in.  Large sections of the nation's ethical
 
roofing have been sagging badly,  from the White
 
House to churches, schools, industries,
  medical
 
centers, law firms and stock brokerages--pressing
 
down on the institutions and enterprises that make
 
up the body and blood of America (Bowen, 1987,
 
p. 26) .
 
For Americans to meet this challenge of moral disarray, they
 
must understand the urgency, it is time  to rebuild our
 
ethical foundation--or at least, fix the roof (Sommers,
 
1991).
 
Currently when the Laws of Nature are mentioned,
 
gravity would be the first concept to enter peoples' minds
 
(Lewis, 1943). However, it has not always been this way.
 
For example, "when the older-thinkers,  [of generations
 
past], called the Law of Right and Wrong  'the Law of
 
Nature,' they really meant the Law of Human Nature"  (p. 18).
 
It was called the Law of Nature because it presupposed  that
 
everyone, that is the human race as a whole, understood the
 
differentiation between right and wrong, making it
 
unnecessary to formally address appropriate boundaries
 
(Lewis, 1943).  Evidently, the idea of human decency,  or
 
decent behavior, seemed obvious.  Unfortunately, the "older­
thinkers" philosophy does not hold true for the majority of
 
people in present-day reality (Lewis, 1943).  Based on the
 
above, Lewis (1943) posed a relevant, timely question:
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If we do not believe in decent behavior, why

should we be so anxious to make excuses for
 
not having behaved decently?  The truth is,
  we
 
believe in decency so much--we feel the Rule
 
of Law pressing down on us so--that we cannot
 
bear to face the fact that we are breaking it,
 
and consequently we try to shift the
 
responsibility (Lewis, 1943,  p. 21).
 
The above question, though posed fifty years ago, is still
 
applicable in 1994.  It is commonly known.that if one can
 
afford a good lawyer, one's ability to avoid consequences or
 
to "shift the responsibility"  may be greatly facilitated.
 
Researchers often utilize students as subjects due to
 
accessibility and limited research funding.
  However, when
 
studying ethical practices and moral development, the
 
importance of a collegiate sample becomes clear.
  It is the
 
university students who will presumably move into
 
professional positions in the future.  Yet, concern for
 
ethical development does not stop with students; "The press
 
has published numerous reports of the unethical conduct of
 
top executives on Wall Street," in a variety of industries
 
( O'Clock & Okleshen, 1993,  p. 677).
  Attitudes and behaviors
 
of students, from all disciplines,  are extremely important
 
if we are to understand how and why specific decisions are
 
reached.  Based on results of a comparison of ethical
 
perceptions of business and engineering majors, O'Clock and
 
Okleshen (1993) concluded that "students need to think about
 
ethical issues and how they as individuals will deal  with
 
them before they are confronted with the situation in the
 
work environment"  (p. 686).
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O'Clock and Okleshen (1993)
  recommended that the
 
ethical perceptions and actions of students from other
 
majors, specifically liberal arts, be investigated and
 
compared to others such as business and engineering
 
students.  Many studies have focused on business students
 
and their ethics, or lack thereof  (e.g. McCabe, Dukerich,
 &
 
Dutton, 1991; O'Clock & Okleshen, 1993).
  This study will
 
compare business students with two other groups, home
 
economics and liberal arts majors,  to gain a better
 
understanding of the developmental processes of ethical
 
behavior.
 
The findings of this investigation can also be applied
 
to the development of future curricula.
  The knowledge of
 
specific factors that influence moral decision-making may be
 
advantageous for the educator in understanding how to
 
incorporate discussions of ethics into a given curriculum.
 
"With such an understanding, organizations  could take
 
normative, proactive steps toward reducing ethical conflict
 
and promoting ethical behavior" (Goolsby & Hunt, 1992, p.
 
55).
 
Purpose of the Study
 
The purpose of this research study is to expand our
 
current knowledge of the elements that may shape moral
 
decision-making, as well as to examine various factors that
 
may influence ethical decisions.  Specifically, a general
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comparison is made of the moral development of university
 
students.  The influence of education, gender,  age, and
 
major in college may serve as indicators for the moral
 
development stage achieved. The results of this study will
 
contribute to the understanding of the process of ethical
 
decision-making which can then be integrated into  future
 
university curricula.  The purported decline of morality,  or
 
ethical behavior, is the basis for the proposed study, as
 
well as the fact that studies on the ethics of  university
 
students are few (Lysonski & Gaidis, 1991).  This study also
 
was developed as a response to Marks and Mayo's (1991) call
 
for researchers to determine if stage of moral  development
 
influences the resolution of moral dilemmas.
 
Research Question
 
The following question and objectives were addressed in
 
this study:
 
Are there differences among home economics, business,
 
and liberal arts students in terms of level of moral
 
development?
 
1.  Do the majority of university students fall
 
into one or two stages of moral development?  Or do
 
they fall into a range of stages?  If so, which stages?
 
2.  Is there variation in level of moral
 
development across age groups, class standing, major
 
areas of study, or by gender?
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Conceptual Framework
 
This study utilized the basic principles of cognitive
 
development (Flavell, 1977; Siegler, 1991),  focusing
 
specifically on its derivation, cognitive moral development
 
(Blasi, 1980; Kohlberg, 1976)  as a foundation for furthering
 
the understanding of ethical decision-making.  Cognitive
 
moral development, in part, provides a useful framework
 
which purports that when people are faced with complex
 
situations that involve ethical judgments they may adopt
 
cognitive strategies to simplify the problem.  This solving
 
strategy may involve the increased use of universal
 
principles with regard to individual rights and justice
 
(Sayers, 1987).
 
The cognitive moral development framework defines moral
 
reasoning as an individual's ability to gain  a progressive
 
understanding of how moral obligations work and are acquired
 
in an increasingly complex society (Rest, 1979).  For
 
purposes of this study, the level of these individuals'
 
discernment ability, which is directly related to their
 
judgment of right and wrong, is based on what is legally or
 
morally acceptable; this is defined as a moral or ethical
 
decision.  If acted upon, it becomes moral or ethical
 
behavior.
 
Based on Trevino's (1986) interactionist model, this
 
study focused on how people respond when faced with an
 
ethical dilemma.  According to this model, ethical decision­8 
making is influenced by an individual's present stage of
 
moral development.  Gibbs and Widaman (1982) have defined
 
and expanded on four sociomoral stages based on Kohlberg's
 
(1969) cognitive-developmental approach.  These stages
 
function as a guide to measure the level of an individual's
 
moral maturity.  With stage one representing simplistic,
 
immature decision-making through stage four indicative  of
 
consistent, mature decision-making, Gibbs and Widaman (1982)
 
have provided a way to measure a critical thesis  of
 
Trevino's (1986) model.  The four stages of moral
 
development will, in turn, serve as a starting point in
 
understanding the complex process of ethical decision-

making.
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CHAPTER II
 
REVIEW OF LITERATURE
 
Trends in Business Ethics
 
All one must do to observe current moral  standards is
 
to turn on the news or read the paper.  A
 high school
 
senior in Ansley and McCleary's (1992)  report of USA
 
Weekend's national teen survey on values,  stated that
 
"America is going down the drain as far as values go"
  (p.
 
5)  .
 
A survey of news information will confirm the fact  that
 
the 1980s was a very turbulent decade where ethics were
 
concerned.  Peterson, Beltramini, and Kozmetsky (1991)
 
posited that the decade of the 1970s can "perhaps loosely be
 
considered the era that spawned an interest in business
 
ethics" and the decade of the 1980s will be remembered  as
 
"one in which a pervasive and heightened awareness of
 
business ethics occurred among all segments of society"  (p.
 
733).  The 1980s was consumed with ethical issues that
 
dominated the headlines through politics, public interest
 
individuals, and medical concerns.  The effect these issues
 
had on the morality of many individuals and organizations is
 
not clearly documented. However, "The overall impression
 
obtained from news reports of the decade was that ethical
 
standards were virtually nonexistent and unethical behaviors
 
rampant" (Peterson, Beltramini, & Kozmetsky, 1991, p. 734).
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The decline of societal ethics and frequency of
 
questionable behavior is evident in both public and private
 
organizational structures (Goolsby & Hunt, 1992; Jones,
 
1991; Jones, Jr., 1990; Kraft & Singhapkdi,  1991; Lysonski &
 
Gaidis, 1991; McCabe, Dukerich,  & Dutton, 1991; O'Clock &
 
Okleshen, 1993).  Peterson, Beltramini, and Kozmetsky's
 
(1991) study suggested, that during the 1980s, there existed
 
an increased concern among college students for the state of
 
ethics in businesses.  These results were both interesting
 
and inconsistent in that other research  conveyed conflicting
 
trends.  At one end of the spectrum students indicated a
 
concern for the rapid decline of business ethics (Jones,
 
1990), and at the other end, the evidence was clear that the
 
personal morals of the students themselves had disintegrated
 
as well (O'Clock & Okleshen, 1993).  The popular press has
 
labeled today's generation of business students as self-

centered, apathetic and materialistic (Shapiro,  1987).  The
 
research reviewed here not only supports this  statement but
 
verifies it as well.
 
In the last decade, undergraduate study of arts and
 
sciences was replaced by an increased enrollment in business
 
schools (Lysonski & Gaidis, 1991).  "Concurrent with this
 
trend has been the erosion of integrity of the business
 
community by flagrant abuse of trust and honesty as reported
 
in the media" (Lysonski & Gaidis, 1991, p. 141).  This has
 
resulted in the emergence of an ethical concern that is
 
evident in businesses, university curricula, and in studies
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of executive decision-making (Lysonski  & Gaidis 1991).
  This
 
trend of ethical decline is not isolated to business
 
students and schools of business, although a review of the
 
research literature indicated that the majority of ethics
 
studies focus on business students.
 
Despite moral decline, there is evidence of an
 
"increased societal focus on ethics in organizations"
 
(Jones, 1991, p. 366).  If this movement towards ethical
 
reconstruction is to succeed, it will have to come from
 
business leadership (Bachelder, 1986).  "Like the political
 
system, business has previously been able to stress self-

interest in its rhetoric and practice because it could take
 
for granted the moral-cultural system that undergirded it"
 
(Bachelder, 1986 p. 1172).  The temptation for businesses to
 
be complacent can not be afforded any longer since the moral
 
inheritance of the business world has been consistently
 
dwindling (Bachelder, 1986).  "At the same time, the
 
collapse of standards brings ethical issues to the
 
forefront.  Many Americans feel a need to start rebuilding
 
the edifice, to re-evaluate the basis of public morality"
 
(Bowen, 1987, p. 26).  "How the business community resolves
 
its ethical crisis will greatly affect every aspect of our
 
society" (Maltby, 1988, p. 29).
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Trends in Formal Ethics Education
 
Businesses and many Americans are not alone in their
 
renewed reflection on morality.
  "Business ethics will be  a
 
major retraining tool integrated  into every business
 
school's curriculum" (Zaichkowsky,  1991, p. 56).
  Many
 
educational institutions at present are failing to
 
communicate the importance of strengthening one's sense of
 
personal and public morality (Maltby,  1988).
  Furthermore,
 
the ethical training that does exist is criticized for its
 
lack of transferability into business contexts (Goolsby &
 
Hunt, 1992).  This criticism can be attributed to the narrow
 
focus of educational programs, which provide no more than
 
technical expertise (O'Clock & Okleshen,  1993).  Jones
 
(1990) stressed the importance of learning how to
 
effectively cope with ethical situations.  This type of
 
learning can influence both current and future behavior in
 
students (Jones, 1990).  However, if students do not
 
recognize ethics and social responsibility as important,
 
their ethical behaviors and decisions will be  stagnant
 
instead of reflecting a greater sense of morality (Kraft  &
 
Singhapakdi, 1991).
 
Lysonski & Gaidis (1991) stressed the need for
 
specifically designed coursework to teach students the
 
importance of analyzing ethical dilemmas and to foster moral
 
sensitivity and growth. They also encouraged business ethics
 
instructors to set a role model in honesty and integrity,
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thus serving as possible change agents in students' ethical
 
thinking process.  Presently, the educational  system
 
generates "...both narrowness in perception and parochialism
 
which leads to insensitivity of ethical  issues" (Lysonski &
 
Gaidis, 1991, p. 148).
  Furthermore, Kraft & Singhapkdi
 
(1991) concluded that "...business students lack a thorough
 
understanding of the role of ethical conduct and social
 
responsibility in achieving organizational effectiveness (p.
 
683).  Sommers (1991), in "Teaching the Virtues," suggested
 
that virtue can be taught.  She also posited that
 
"...effective moral education appeals  to the emotions as
 
well as to the mind. The best moral teaching inspires
 
students by making them keenly aware that their own
 
character is at stake" (Sommers, 1991,  p. 3).
  Similarly,
 
Goolsby and Hunt (1991) recommended cognitive  development as
 
a basis for educational programs which would assist  students
 
in reasoning through moral dilemmas or ethically troubling
 
situations, as well as encourage ethical behavior.  This
 
knowledge of cognitive development, as discussed previously,
 
will allow effective coursework to be designed which will
 
enhance  students' analytical abilities when faced with
 
ethical decision-making in various business situations
 
(Lysonski & Gaidis, 1991).  Further research is recommended
 
to test these hypothesized strategies to determine if the
 
ethical integration process is appropriate for educators.
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Related Definitions
 
Most organizations will claim that ethics are an
 
integral part of systematic operations,  whether it be a
 
major corporation or a university (Levy  & Weitz, 1992).
 
Torn between the "bottom line" and keeping one's conscience
 
intact, definitions of moral decision-making become either a
 
muddled formality or virtually non-existent
  (Mahon &
 
McGowan, 1991).  This becomes increasingly evident with the
 
realization that numerous definitions are available, waiting
 
to be chosen to fit a particular need or expectation.
 
C.  S. Lewis (1943) defined morality as "...some kind of
 
Law or Rule of fair play or decent behavior..."  (p.  17),
 
"...that tells you what human beings ought to do and not do"
 
(p. 28).  [It]  "is not any one instinct or any set of
 
instincts, it is something which makes a kind of tune (the
 
tune we call goodness and right conduct) by directing  the
 
instincts"  (p. 23).  He also referred to morality as the
 
"Moral Law", the "Law of Human Nature",  or "Rules of Decent
 
Behavior".  Many other researchers have altered or expanded
 
on the definition of morality to gain a fuller understanding
 
of the process of ethical decision-making or development.
 
Goolsby and Hunt (1992), approached the definition of ethics
 
from a cognitive orientation, which posits that social
 
responsibility and morality are closely related concepts.
 
"Moral reasoning, like other kinds of decision processes, is
 
viewed as being influenced by individual characteristics and
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environmental factors.  The individual, though viewed as an
 
intentional, voluntaristic, free agent, both reacts to and
 
interacts with situational and environmental  factors in
 
solving ethical problems and determining appropriate
 
behavior" (Goolsby and Hunt, 1992,  p. 55).  The Cognitive
 
Moral Development framework approaches moral reasoning as an
 
individual's ability to gain a progressive understanding of
 
how moral obligations work and are acquired in an
 
increasingly complex society (Rest, 1979).
 
Fritzsche (1991), expanding Velasquez's  (1982)
 
definitions, provided a fundamental set of terminology based
 
on empirical literature.  Although his focus was primarily
 
on the ethics of an organizational culture, the principles
 
are easily transferred to other research  areas.  The
 
definition of ethical issues builds on itself incorporating
 
moral standards, norms, and principles.
 
Ethical issues focus on what is morally right
 
and wrong with a decision alternative.  The
 
judgment is based upon the moral standards of
 
the decision-maker.
  Moral standards consist of
 
moral norms and moral principles.  Moral norms
 
are specific standards that require, allow or
 
prohibit specific types of behavior.  Moral
 
principles are more general standards used to
 
evaluate private and public behavior (Fritzsche,
 
1991, p. 847)
  .
 
In his attempt to identify components of ethical
 
behavior, Jones (1991) included definitions that contribute
 
to the understanding of the moral development process.
 
A moral issue is an action or decision [which]
 
must have consequences for others and must
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involve choice, or volition,  on the part of

the decision maker.  A moral agent is a person

who makes a moral decision,  even though he or

she may not recognize that moral  issues are at
 
stake.  An ethical decision is defined as a
 
decision that is both legal and morally acceptable

to the larger community.
  Conversely, an unethical

decision is either illegal or morally unacceptable

to the larger community (Jones,  1991, p. 367).
 
Jones' premise was based on the moral agent's ability to
 
recognize the moral issue.
  This, in turn, is related to
 
moral decision-making and ultimately moral behavior.
  "Moral
 
decision-making and moral behavior can be thought of in
 
terms of schemata. Schemata are cognitive structures 'that
 
represent organized knowledge about a given concept or type
 
of stimulus'" (Jones, 1991,  p. 383).
  Jones (1991) posited
 
that the moral intensity, "whose component parts are
 
characteristics...such as magnitudes of  consequences, social
 
consensus, probability of effect, temporal immediacy,
 
proximity, and concentration of effect"  (p. 372), of a given
 
issue will affect one's moral judgment,  "a decision about
 
what is morally correct," moral intent,  "a decision to act
 
on that judgment," as well as his moral behavior.
 
None of the above definitions actually stated that
 
unethical conduct is always destructive, for others  as well
 
as the self, or will continue to generate unethical behavior
 
(Bowen, 1987). In light of this lack of consensus, it is
 
necessary to understand the theories behind the definitions.
 
These theories help explain how the conceptualization of
 
morality has become so diverse.
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Theories of Moral Development
 
Lysonski and Gaidis (1991) reported that business
 
students' ethical formation was gathered from a variety of
 
sources.  Some (e.g. Fritzsche, 1991; Forsyth,  1992) social
 
learning theorists associate moral principles with
 
internalized social norms.  While others, such as Kohlberg
 
(1969), posited that moral principles evolve based on
 
experiences gained over a lifetime.  Still others (e.g.
 
Sommers, 1991; King, 1993) fear that business  schools'
 
analytical methods are fostering egocentric values instead
 
of socially responsible, social-centered  ones.  Even
 
professors of Masters of Business Administration  (MBA)
 
programs have difficulty comprehending the "lack of ethical
 
sensitivity shown by students enrolled in their marketing
 
classes" (Lysonski & Gaidis, 1991, p. 147).  A majority of
 
business students have shown "an inclination  to engage in
 
some types of unethical behavior" (Lysonski & Gaidis, 1991,
 
p. 147).  Society may not always be able to "count on [the
 
emerging] students to be a 'source of new ethics.'
 
[Conversely], students could be a 'source' of lower ethical
 
standards" (Kraft & Singhapakdi, 1991, p. 683).
 
Hanke (1988), begins with an old debate about the
 
permissiveness of business ethics as opposed to societal  or
 
personal ethics.  "One view [known as the theory of
 
amorality] is that commercial activity is amoral and that
 
actions should be based solely on consideration of economic
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self-interest" (Hanke, 1988,  p. 322).
  This theory was at
 
the height of popularity during the nineteenth century.
  It
 
was during this time the "survival of the fittest"  ideology,
 
or the doctrine of Social Darwinism, and laissez-faire
 
economics were popular (Hanke, 1988).
 
A second major ethical orientation is  the theory of
 
moral unity, "...which holds that business actions can be
 
judged by the general ethical standards of society, not by a
 
special set of more permissive ethical standards" (Hanke,
 
1988, p. 323).  This theory posits an opposite ideal,
 
believing in the possibility of  successfully combining the
 
demands of the business world with high  standards of
 
personal ethics:  "Only one basic ethical standard exists"
 
(Hanke, 1988, p. 323).
 
Do any factors excuse unethical business behavior?
 
The answer is yes, based on factors that diminish
 
responsibility for ethical behavior in business
 
Ethical behavior is a state involving voluntary
 
choice, and only unethical actions that are
 
involuntary can be excused.  The two factors that
 
may lead to involuntary behavior are [genuine]
 
ignorance and incapacity (Hanke, 1988,  p. 324).
 
Hanke (1988) cited the teachings of Aristotle  as the best
 
explanation of these factors in the past two thousand years.
 
Jones (1988) posed a relevant auestion, "How should  a
 
business executive [applicable to students as well] make
 
ethical decisions (p. 3)?"  The most frequent response to
 
this question is oversimplified:  apply ethical theory to
 
any given dilemma (Jones, 1988).  The problem is confusing
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and overwhelming at best.
  Many theories exist to deal with
 
decision-making and it seems researchers are developing new
 
theories to answer the above question.
  "The theories that
 
are applied most frequently to ethical problems in business
 
are [philosophical in nature]:  utilitarianism,
 
egalitarianism, rights and categorical  imperatives, and
 
libertarianism" (Jones, 1988,  p. 3).
 
"Utilitarianism holds that the rightness  or wrongness
 
of a moral decision is determined solely in terms of its
 
consequences and that moral agents...should attempt to
 
achieve 'the greatest good for the greatest number of
 
people'" (Jones, 1988, p. 3).  A utilitarian is primarily
 
concerned with the effect of a decision on everyone
 
involved.  This concept is in direct opposition with the
 
theory of egoism in which one values maximum self benefits.
 
Utilitarianism has two subsets:
  act utilitarianism and rule
 
utilitarianism:
 
Act utilitarianism-focuses on the consequences

of the specific decision at hand, without regard
 
for how it fits into any pattern of decisions.
 
Rule utilitarianism-centers on adherence to
 
general rules that, if widely followed, produce
 
the greatest net benefit for everyone (Jones,
 
1988, p.3).
 
"Egalitarianism is the notion that rights, duties,
 
happiness, material goods, and so on ought to be distributed
 
equally--or at least more equally than they currently are"
 
(Jones, 1988, p. 3).  The main premise of this theory is
 
ignorant justice.  That is, inequality of the distribution
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of wealth and income are only appropriate if those
 
inequalities prove to benefit  everyone.
  This doctrine also
 
holds that "...each person should have rights equal to the
 
most extensive basic liberties possible for the group"
 
(Jones, 1988, p. 3).
 
The theories of rights and categorical  imperatives are
 
essentially separate, yet closely related.  "Some theorists
 
argue that ethical decisions ought to be made  on the basis
 
of 'rights,' usually defined as an individual's entitlement
 
to something" (Jones, 1988, p. 4).  These rights are then
 
sub-divided into negative rights, the obligation of others
 
not to interfere in one's exercise, and positive  rights,
 
duties of others to provide the holder with certain
 
benefits.  For example, "The right to privacy is a negative
 
right; the right to an education is a positive right"
 
(Jones, 1988, p. 4).  Similarly, the moral principle called
 
the categorical imperative "...maintains that everyone has a
 
moral right to 'be treated as a free person equal to
 
everyone else'"  (p. 4).
 
Finally, the theory of libertarianism states that one
 
need only concern himself or herself with "legitimate
 
dealings with others and not with the consequences of those
 
transactions" (Jones, 1988, p. 4).  In this doctrine the
 
distribution of income depends only on the "historical
 
process by which it was obtained, not its current pattern of
 
distribution"  (p. 4).
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Several other major theories such as attribution theory
 
(Jones, 1991; Payne & Giacalone, 1990),
 impression
 
management (Payne & Giacalone, 1990), and social cognition,
 
or cognitive moral development,
 (Goolsby & Hunt, 1992;
 
Jones, 1991; Kohlberg, 1969; Payne & Giacalone,
 1990), have
 
also been applied to ethical decision-making.
 
Payne & Giacalone (1990) applied basic  concepts from
 
attribution theory to perceptions of moral judgment.
 
Specifically, they related these concepts to perceived
 
responsibility in determining appropriate behavior.
  The
 
"attributional concepts of  concern...are those which affect
 
the perception of an ethical dilemma and later assignment of
 
moral responsibility" (Payne & Giacalone,  1990, p. 653).
 
Individual decision makers may conclude that they are not
 
morally responsible if they feel their behavior was
 
externally caused. Conversely, these decision makers may be
 
deemed more responsible if an internal cause for the
 
behavior is attributed (Payne & Giacalone, 1990).
 
In contrast, impression management attempts to
 
influence the appearance of a given situation to convey
 
information that will cause "decisions or behaviors to
 
appear moral" (Payne & Giacalone, 1990, p. 655).  Payne and
 
Giacalone (1990) described two techniques that focus  on
 
individuals' ability to appear more moral.  These techniques
 
are known as reputational and remedial tactics:
 
Reputational tactics are those employed by
 
actors or observers throughout their lives in
 
developing particular images for themselves.
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Remedial tactics are used to help the  individual
 
remove himself from a predicament which would
 
cause him to appear immoral (Payne & Giacalone,
 
1990, p. 655).
 
Jones (1991), focused his decision-making research
 
primarily on the social cognition perspective  which proved
 
"...useful in establishing theoretical links between moral
 
intensity and moral behavior"  (p. 387) and thus argued that
 
moral reasoning is issue dependent.
  "Theoretically, social
 
cognition provides a number of supporting perspectives for
 
the postulated link between moral intensity and stage of
 
moral reasoning" (Jones, 1991,  p. 384). This theory, in
 
part, posits that people may adopt cognitive  strategies to
 
aid in the simplification of complex problems  (Jones, 1991).
 
"When [people] look at confusing situations,
 [their] brains
 
want to sort them into manageable, understandable piles"
 
(Boule, 1992, p. 1).  Jones'  (1991) empirical research
 
suggested that "...moral reasoning patterns not only vary
 
from issue to issue, but also may vary in rough proportion
 
to moral intensity"  (p. 385).
 
In several other studies, cognitive moral development
 
has been linked to ethical behavior.  Goolsby & Hunt (1992)
 
contended that cognitive moral development, because of its
 
strong empirical foundations, provides a useful framework on
 
how people approach and behave in situations involving
 
ethical judgments.  Based on this doctrine, they also
 
suggested that a "...key individual characteristic [will]
 
influence the ability of people to process the multiple
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norms and consequences effectively to reach  an appropriate
 
ethical judgment"  (p. 66).
 
"Attribution and cognitive distortion theories in
 
social psychology help describe certain distortions in the
 
perceptual process, and related  impression management theory
 
explains possible behaviors undertaken to distort the
 
perceptual process" (Payne & Giacalone,  1990, p. 659).
 
Although there have been many different theories utilized in
 
moral development and ethical decision-making,  they all
 
contribute to the furthering of research and the expansion
 
of knowledge in this area.
 
Multidisciplinary perspectives can reach beyond
 
survey research of what organizational members
 
perceive as ethical/unethical behaviors  to
 
discussions of more effective processes for
 
student or managerial perception,  decision-making,

and communication about ethical  matters (Payne &

Giacalone, 1990, p. 662).
 
Finally, Jones (1988) posed the questions of "Which
 
[ethical] theory should be applied to which problems or,
 
possibly, to all problems?"  (P. 4).  The results of
 
continuous searching for consistent theory application by
 
ethical theorists have not produced any definitive answers.
 
"No theory is philosophically dominant, and theories are
 
often incompatible" (Jones, 1988,  p. 4).  The only answer
 
that a searching business executive or student may find
 
would be a "certainty about the process:  ethical decision-

making, perhaps more than decision-making in other realms of
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business, is difficult and ambiguous.
  Satisfaction may only
 
lie in the effort to do the right  thing" (Jones, 1988,
  p.
 
4).
 
Trevino's Interactionist Model
 
Trevino's (1986) interactionist model  of ethical
 
decision-making in organizations (Figure 1) posited that
 
ethical behavior is a function of individual moral
 
development, individual characteristics,  and situational
 
moderators.  Trevino's (1986) model utilized much of
 
Kohlberg's (1969) cognitive moral development model which
 
provided a fundamental theoretical basis  for understanding
 
the complex thought process of ethical decision-making.
 
The model begins with an individual's reaction to an
 
ethical dilemma.  That individual's cognitions are then
 
determined by the stage of cognitive moral development he or
 
she has presently attained.  In addition to cognitions of
 
right and wrong, situational and individual variables  also
 
contribute to one's ethical dilemma response.  The
 
individual moderators include ego strength (strength of
 
conviction or self-regulating skills), field dependence
 
(referents provide information to ambiguous situations), and
 
locus of control (perception of amount of control held over
 
life events), all of which influence the decision to  act on
 
what one perceives as right or wrong.  Situational factors
 
which stem from the immediate job context and the
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Interactionist Model of Ethical  Decision Making in

Organizations
 
Individual Moderators 
EGO STRENGTH 
FIELD DEPENDENCE 
LOCUS OF CONTROL 
Cognitions
 
Ethical
  STAGE OF 
dilemma  COGNMVE MORAL  Ethical/ 
DEVELOPMENT  Now  unethical 
behavior 
Situational Moderators 
IMMEDIATE JOB CONTEXT 
Reinforcement
 
Other pressures
 
ORGANIZATIONAL CULTURE 
Normative structure 
Referent others 
Obedience to authority 
Responsibility for consequences 
CHARACIERLSTICS OF THE WORK 
Role taking 
Resolution of moral conflict 
Note.  From "Ethical decision making in organizations:

A person-situation interactionist model" by L.
  K.
 
Trevino, 1986, Academy of Management Review, 11, p.

605.
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organizational culture as a whole also  affect the
 
relationship between behavior and cognition.
  Finally, the
 
actual characteristics of the job itself combined with the
 
moral atmosphere of the organization,  will impact the moral
 
development, decision-making, and ethical behavior of the
 
individual (Trevino, 1986).
 
Stages of Moral Development
 
The stages of moral development, referred to above, are
 
also derived from Kohlberg's (1969) cognitive-developmental
 
approach.  Gibbs and Widaman (1982) postulated that there
 
are four stages (see Table 1) of moral development:  (1)
 
unilateral and simplistic,  (2) exchanging and instrumental,
 
(3) mutual and prosocial, and (4) systemic  and standard.
 
At stage one, human relations are construed
 
unilaterally:  sequences of observable, absolute
 
one-way actions of one person "upon" another
 
person are appreciated and appealed to in socio­
moral justification.
 
Stage two entails the insight that human relations
 
can be "two-way;" people should act morally if and
 
when such actions make sense considering their
 
enlightened self-interest as to a probable "exchange"
 
of deeds.
 
Stage three represents the ability to deal
 
with a social diversity which gains viability
 
and coherence only through the common acceptance
 
of basic rights, responsibilities and other
 
standards or procedural practices by the citizens
 
of that society.
 
Stage four marks an expanded application
 
of third-person ideality beyond dyadic relations
 
to the differentiated, hierarchical networks of
 
complex social systems (p. 24-24).
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Table 1
 
Sociomoral Stages
 
Stage 1:  Unilateral & Simplistic
 
aspect:  1.  unilateral authority
 
2.  status
 
3.  rules
 
4.  labels
 
5.  punitive consequences
 
Stage 2:  Exchanging & Instrumental
 
aspect:  1.  exchanges
 
2.  equalities
 
3.  freedoms
 
4.  preferences
 
5.  needs
 
6.  advantages
 
Stage 3:  Mutual & Prosocial
 
aspect:  1.  relationships
 
2.  empathetic role-taking
 
3.  normative expectations
 
4.  prosocial intentions
 
5.  generalized caring
 
6.  interpersonal approval
 
Stage 4:  Systemic & Standard
 
aspect:  1.  social requirements
 
2.  basic rights/values
 
3.  responsibility
 
4.  character
 
5.  consistent practices
 
6.  procedural equity
 
7.  standards of conscience
 
Note.  Adapted from Social Intelligence:  Measuring the
 
Development of Sociomoral Reflection (pp. 23-26), by J.
 
C.Gibbs and K. F. Widaman, 1982, Englewood Cliffs, NJ:
 
Prentice Hall.
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"A given sociomoral stage refers primarily to the character
 
of one's prescriptive understanding of  relations and
 
transactions between people" (Gibbs & Widaman, 1982, p. 24).
 
These stages measure the maturity of reflective sociomoral
 
thought in terms of a progressive sequence.
  Within the four
 
stages, there are two basic levels of normative sociomoral
 
development:  immature (primarily stages one and two) and
 
mature (primarily stages three and four)  (Gibbs & Widaman,
 
1982).  In addition, each stage can be described in terms of
 
its respective aspects (see Table 1).  These aspects
 
represent and differentiate the analysis of  justification
 
criteria for the appropriate level of development (Gibbs &
 
Widaman, 1982).
 
It is also possible for an individual to be in one of
 
three transition stages.  These transitions fall between the
 
previously described stages, transitions 1/2, 2/3,  and 3/4,
 
also known as Type R.
  Gibbs and Widaman (1982) only felt it
 
necessary to explain Type R, which stands for relativism of
 
personal values, in detail since the content of the  other
 
transitional stages are blends of specific aspects of the
 
adjacent stage levels.  This  orientation begins with stage
 
three, with its justifications based on feelings and
 
intentions.  However, this transition stage "extends beyond
 
stage three by relativizing those intentions or feelings  as
 
subjective values which, if sincerely held by a person,
 
cannot be questioned or invalidated by other persons (Gibbs
 
& Widaman, 1988, p. 31).
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Factors that Relate to Moral Development
 
There are many factors that could influence the moral
 
development or ethical decision-making process.
  Some of the
 
most relevant factors to the present study include previous
 
research on gender (Gilligan, 1982; Goolsby & Hunt, 1992;
 
Betz, O'Connell, & Shepard, 1989; McCabe,  Dukerich, &
 
Dutton, 1991; Peterson, Beltramini, & Kozmetsky,  1991), age
 
(Goolsby & Hunt, 1992; Lysonski & Gaidis,
 1991; McCabe,
 
Dukerich, & Dutton, 1991), and level of  education or major
 
in college (Goolsby & Hunt, 1992; McCabe, Dukerich, &
 
Dutton, 1991; Peterson, Beltramini, & Kozmetsky,  1991).
 
Gender
 
Most of the research which investigated the
 
relationship of gender to the process of ethical decision-

making found essentially the same result.  This was the idea
 
that men tended to be almost twice as likely to engage in
 
some type of unethical behavior than women.  McCabe,
 
Dukerich, and Dutton (1991), found that "the choices made by
 
females were significantly more ethical than those made by
 
males"  (p. 957), in their examination of the overall results
 
of male and female law and business students.  Similarly,
 
Peterson, Beltramini, and Kozmetsky (1991), in their
 
replication study on college students' concerns of selected
 
business issues, consistently found that gender related to
 
concern.  In both the 1980 and the 1990 surveys, they
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"concluded that there was a consistent
  tendency for female
 
students to express more concern than male students"
 
(Peterson, Beltramini, & Kozmetsky, 1991,  p. 733).  Further
 
research by McCabe, Dukerich, and Dutton (1991)  differed
 
slightly in that the comparison of business students offered
 
"no significant differences between men and women"
 (p.  957).
 
They concluded that this difference occurred due to the
 
"...general feeling [among females who have managerial
 
aspirations] that the success they seek will only come if
 
they play the 'game' by the established rules"  (p. 958).
 
Conversely, Gilligan (1982) reiterated the feminist
 
belief that females develop a different conception of moral
 
judgment due to their experience or relational orientation
 
as opposed to the rational, cognitive approach of men.
 
However, research by Goolsby and Hunt (1992) concluded that
 
"...women marketers...are, indeed, different from men; their
 
approach to ethical decision-making is even more cognitive,
 
even more rational than that of their male counterparts"  (p.
 
65). This study not only refutes the "sex-bias" view of the
 
feminist critics, but supports that men and women have
 
similar cognitive moral development.
 
Age 
Age is another demographic variable found to be related
 
to moral development.  McCabe, Dukerich, and Dutton (1991)
 
found that "age correlated positively with ethical decision­31 
making, suggesting that maturity enhances  ethical decision-

making"  (p. 958).  This common finding was strongly
 
correlated with job experience as well.
  Based on Kohlberg
 
(1969), who "hypothesized a positive and invariant
 
relationship between age and cognitive moral development"
 
(Goolsby and Hunt, 1992, p. 58).  Goolsby and Hunt (1992)
 
"expect [ethical] development to continue well into
 
adulthood because as individuals age and acquire greater
 
degrees of authority, they become responsible  for the
 
welfare of an increased number of publics [sic]"  (p.
 58),
 
thus obtaining a higher degree of morality.
 
Similarly, Lysonski and Gaidis (1991) found  that
 
"younger business personnel were significantly more
 
permissive than older personnel in their views regarding
 
ethics in a wide variety of decision situations"  (p. 42).
 
Their second finding was based, in part,  on an international
 
study by England (1978) who discovered that younger managers
 
placed a lower relevance on trust and honor, while placing
 
money, ambition and risk as more important than older
 
managers (Lysonski & Gaidis, 1991).
 
Level of education and Major in college.
 
Both level of education and major in college are also
 
relevant factors when considering ethical decision-making.
 
Goolsby and Hunt (1992) found that education was a very
 
integral part of cognitive moral development.  They explored
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this relationship by dividing their sample  into two groups,
 
with and without graduate degrees.  The cognitive moral
 
development scores of the graduate students were
 
significantly higher than those students without the higher
 
degree (1992).  Similarly, Peterson, Beltramini, and
 
Kozmetsky (1991), in their replication study,
 reported that
 
ethical concerns in business increased, between surveys
 
given in 1980 and 1990, primarily for college freshmen and
 
seniors.  However, the lack of continuity with the freshmen
 
results could be related to their lack of representation.
 
The freshmen only made up five percent of the total  sample.
 
Conversely, and in keeping with the former results,  the
 
seniors composed almost fifty percent of the sample
 
(Peterson, Beltramini, & Kozmetsky, 1991).
 
Along with one's level of education, an individual's
 
major in college also correlated with moral development.
 
McCabe, Dukerich, and Dutton (1991) surveyed entering MBA
 
and law graduate students with undergraduate majors in
 
liberal arts, business, and engineering or science.  They
 
found that the students with a liberal arts background may
 
be "more likely to consider a broad array of stakeholders
 
[issues or factors] in their ethical decision-making"
 
(McCabe, Dukerich, & Dutton, 1991, p. 958).  The students
 
with a business or science background appeared to place a
 
higher value on happiness and a comfortable life (1991).
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Summary
 
A review of the current research, combined with
 
documented need for additional study (Marks  & Mayo, 1991;
 
O'Clock & Okleshen, 1993), and news-media provide
 
substantial evidence of the need for future research on
 
ethical decision-making.  The knowledge and insight gained
 
from understanding how college students' level of moral
 
development differ will enable educators to incorporate
 
results into future curricula.
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CHAPTER III
 
METHOD
 
This study, on demographic factors that may relate to
 
student differences in moral development can be classified
 
as applied research.
  The empirically based theory of
 
Cognitive Moral Development was utilized in this deductive
 
research to compare students across age groups, gender,
 
class standing, and major areas of study as they relate to
 
ethical decision-making. The following headings:
 
hypotheses, research design, sample, research  instrument,
 
data collection, and data analysis, describe the method by
 
which this study was conducted.
 
Hypotheses
 
The development of the following hypotheses was a
 
result of the previously cited review of literature:
 
Hypothesis 1.  There is variation in level of moral 
development across age groups. 
H 2.  There is variation in level of moral 
development across class standing. 
H 3.  There is variation in level of moral 
development across major areas of study. 
H 4.  There is variation in level of moral 
development between genders. 35 
Research Design
 
The purpose of this study was to evaluate the possible
 
differences in level of moral development among university
 
students within the majors of home economics, business, and
 
liberal arts.  The demographic variables:
  age, gender,
 
class standing, and major area of study, were analyzed in
 
regard to each variable's relationship to ethical decision-

making.
  The dependent variable was a given stage of moral
 
development.  For purposes of this study, four stages of
 
moral development were considered:
  1) unilateral and
 
simplistic, 2) exchanging and instrumental,  3) mutual and
 
prosocial, and 4) systemic and standard,
  in addition to
 
three transitional stages:
  a) transition 1/2, b) transition
 
2/3, and c) transition 3/4,  or type R.  Although
 
representation in all seven stages,  or transitions, was not
 
guaranteed, looking at possible stage-like differences
 
helped in understanding the process behind a given decision
 
based on the level of moral maturity attained.
 
Since this study utilized the survey data collection
 
technique, no variables were manipulated.  In order to test
 
the proposed hypotheses the following data were collected by
 
the researcher:  1)  students' responses to a given set of
 
situations requiring ethical decision-making, and 2)
 
demographic characteristics. Both qualitative and
 
quantitative data analysis were reported and discussed.
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Sample
 
A purposive, non-probability sample that  consisted of a
 
cross-section of students majoring in home economics,
 
business administration, and liberal arts at a major western
 
university was used.  This type of sample was chosen to
 
assure that students in various disciplines would complete
 
the questionnaire. Previous studies (Jones,  Jr., 1990; Kraft
 
& Singhapakdi, 1991; Lysonski & Gaidis, 1991; McCabe  et al.,
 
1991; Peterson et al., 1991) have focused primarily on
 
business students, and have attributed much of the current
 
lack of ethics to the business realm.  The researcher
 
realized the importance of studying a more diverse and
 
encompassing group of students.
 
The subjects, through university classes,  were asked to
 
voluntarily participate in a study examining students
 
attitudes towards business practices.  Participants were
 
then assigned a specific time and locale to complete the
 
questionnaire based on a schedule of times.
 
Research Instrument
 
The questionnaire consisted of an informed consent
 
form, questions concerning demographics, and the Sociomoral
 
Reflection Measure (SRM).  The SRM is an open-ended
 
questionnaire designed to measure an individual's level or
 
stage of moral development (Gibbs & Widaman, 1982).  The
 
subjects responded to a set of dilemmas (Appendix C),
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designed to obtain the precise reasoning as to "why" a
 
certain action should or should not be taken.
  It did not
 
matter how the individual reacted to the dilemma,
  as there
 
was no right or wrong answer.
  The importance in this
 
evaluation was found in the reasoning behind  the responses;
 
in the nuances of sentence structure and wording.
 
For example, the first dilemma on the questionnaire
 
dealt with whether or not a man named Heinz should steal a
 
drug, because the druggist was asking an outlandish price
 
and would not negotiate,  as a last resort to possibly save
 
the life of his dying wife.  Obviously many possible answers
 
exist.  However, for the sake of this example, the
 
researcher will take the reader through  two possible routes
 
to illustrate the moral maturity level behind each of the
 
stages using the ideas that stealing is a crime and the fact
 
that Heinz is married.
 
The first example answers the following question:  How
 
important is it for a husband to do what his wife asks, to
 
save her life by stealing, even when he isn't sure whether
 
that's the best thing to do?  It's not important because:
 
stage  1  -stealing is bad 
stage 1/2  -you would get caught or could go to jail 
stage  2  -he wouldn't want to go to jail 
stage 2/3  -stealing won't get you anywhere; if people 
steal the world would be dangerous
 
stage  3  -she shouldn't ask him to break the law
 
stage 3/4  -one shouldn't steal no matter what the
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circumstances; there must be law and order
 
stage  4  -people should not take the law into their
 
own hands
 
you don't have the right to break the law
 
just because you disagree with it
 
one's integrity is at stake
 
Helping one's spouse is important because:
 
stage  1  -it's his wife
 
stage 1/2  -she might be your best friend
 
stage  2  -he married her
 
stage 2/3  -he loves his wife or should want to help
 
her
 
stage  3  -your wife is the one you love
 
when you marry its supposed to be in
 
sickness and in health
 
-they married to share a life together
 
a husband should love his wife
 
stage 3/4  -marriage is based on trust and love
 
-they should be able to depend on each other
 
he made a marriage vow
 
-that is part of getting married
 
stage  4  -marriage partners are part of a team
 
because of his commitment, responsibility
 
obligation, or duty
 
-he must live up to his marital vow
 
(Gibbs & Widaman, 1982).
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The above examples were taken from the first norm:
 
affiliation.  This norm focuses on relationships,
 
specifically the marital union.  It is appropriate for
 
"tracing the evolution of friendship conceptions, as well as
 
of marriage as an institution entailing contractual
 
obligations" (Gibbs and Widaman, 1982, p. 59).  As mentioned
 
previously, each stage and the aspects within that stage
 
(Table 1) can be applied to this norm on marriage and
 
relationships.  For example, if a norm one  response
 
indicated that a husband should help his wife because she
 
might be an important person, that response would have
 
applied to the stage one aspect of status.
 
Seven other norms were utilized to aid moral
 
development stage assessment through the evaluation of the
 
process and evolution of the specific concept involved.  The
 
first five norms pertain to the first dilemma as described
 
above.  Norm two, life, provides a context for the concept
 
of life both as a right and a value.  Specifically this norm
 
pertains to saving the life of a stranger,  or saving life in
 
general.  The third norm, which focuses on the importance of
 
obeying the law and not stealing, also relates to the role
 
of law within society as a service to the people.  These
 
concepts are juxtaposed with the idea of justification for
 
breaking the law and stealing if it means saving someone's
 
life.  Legal justice, specifically the ideas of deterrence
 
from breaking the law and role responsibilities,  encompass
 
the fourth norm.  Finally, norm five appeals to the use of
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conscience as a means for the justification of  actions.
 
This norm also addresses the relationship between these
 
conscience justifications and judicial decisions.
 
The last three norms relate to the second dilemma.
 
Briefly, a father gave his son some money and promised he
 
could go to camp.  However, the father decided later he
 
wanted the money back for a special fishing trip.  The two
 
questions pertinent to this situation are 1) How important
 
is it for a father to keep his promise to his son, and 2)
 
How important is it for children to help their parents? (The
 
dilemma augmented later in the questionnaire to ask the  same
 
questions under the premise that father needed the money
 
back for food to feed the family).  Norm six, family
 
affiliation, addresses the above ideas of keeping promises
 
and obeying parents.  Contract, the seventh norm, simply
 
focuses on promise keeping to a friend as well as to an
 
acquaintance or stranger. The eighth and final norm pertains
 
to property.  Specifically conceptualizing the right to
 
property and consequences, both to a child and society for
 
infringing on someone's property rights.
 
Before the researcher could begin the assessment and
 
scoring process, the three self-training phases had to be
 
mastered: 1)  familiarization, which included understanding
 
of and familiarity with the instrument itself and the basic
 
ideas portrayed through the SRM, 2) extensive practice
 
scoring examples from each of the eight norms discussed
 
earlier, and finally 3) scoring whole practice
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questionnaires, known as protocols.  This training also
 
included knowledge of scoring rules and types of unscorable
 
responses.
 
Reliability of the SRM was assessed through a two-way
 
interrater reliability comparison.
  The primary coder first
 
coded all of the questionnaires.
  A random sample of surveys
 
were then set aside.  The secondary coder independently
 
scored the random sample of questionnaires and the results
 
were compared with those of the primary coder to determine
 
the percentage of agreement.  Gibbs and Widaman (1982)
 
believe that self-trained raters can achieve good interrater
 
reliability (although not at the outstanding  level of
 
professional, highly trained scorers) between 70 and 80
 
percent.
 
The Sociomoral Reflection Measure (SRM) has been
 
evaluated for both criterion validity and construct validity
 
(Gibbs & Widaman, 1982).  The SRM has criterion validity
 
because it is a well-established form of measure.
 
Specifically, the SRM was developed from its parent
 
instrument, Kolhberg's (1981) Moral Judgment Interview
 
(MJI).  "Since the SRM is a direct derivative of the MJI,  a
 
subject's standing on the two measures should be comparable
 
and correlative" (Gibbs & Widaman, 1982, p. 18).
 
Construct validation of the SRM is an ongoing process
 
directly involved with theory development.  Gibbs and
 
Widaman (1982) have directly assessed the construct validity
 
in two ways:
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First, by investigating whether it correlates
 
positively with certain relevant  summary
 
variables; and second, by investigating whether
 
it can detect sociomoral gains attributable
 
to relevant treatment experiences (p.19).
 
Since the test produces reliable scores,  even with self-

trained raters, and has internal consistency "...the  SRM
 
would appear to be a stable, appropriate, and sensitive test
 
of an individual's developmental level of reflective
 
sociomoral thought" (Gibbs & Widaman, 1982,  p. 21).
 
Data Collection
 
The questionnaires were given to university students
 
who agreed to participate in a survey that examined
 
students' attitudes toward business practices.  As an
 
incentive for participation, a small monetary amount was
 
given to each participant.  The Sociomoral Reflection
 
Measure (SRM) was one of four scales the subjects were asked
 
to complete within the bounds of a larger study (Davis &
 
Jordan, 1990).  Subjects completed the questionnaire in a
 
university classroom in groups of 20.  The order in which
 
the scales were administered varied across subjects to
 
control for order effects.
 
Data Analysis
 
The first step in the data analysis required the
 
researcher to have a complete understanding of the four
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stages of moral development and how to accurately and
 
effectively code them through an intensive content analysis.
 
Subsequently, each individual's response was categorized
 
according to stage of moral development achieved. "In SRM
 
assessment, there are two primary indices which are derived
 
from the norm ratings:
  the modal stage rating [the  stage,
 
1-4, most frequently represented among an individual's
 
questionnaire responses] and the Sociomoral Reflection
 
Maturity Score (SRMS)  (Gibbs & Widaman, 1982,  p. 51).
 
"Essentially, the SRM indices  are based on stage or stage-

transitional assessments of the subject's evaluative
 
justifications of eight normative values:  life,
 
affiliation, law, legal justice, conscience,
 family
 
affiliation, contract, and property"  (p.  17).
 
A stage was assigned to each response within each norm.
 
The response per norm may vary depending on the norm.  For
 
example, the affiliation norm requires three response
 
evaluations while the life norm only requires one.  When all
 
questions have been assessed the highest stage applied to
 
each norm is recorded at the bottom of the coding sheet
 
(Appendix E).  A single stage is given two points each and a
 
transitional stage is given one point per stage level within
 
the transitional stage.
 
To illustrate, if the responses in norm one had been
 
assessed at stages 1/2, 2/3, and 3, and norm two at stage
 
3/4, stage 3 would receive 3 points and stage 4 would
 
receive one point.  The highest assessment in norm one was
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stage 3, which was then given two points.
  The only
 
assessment for norm two was stage 3/4.
  Therefore, stage 3
 
would receive an additional point and  stage 4 would receive
 
its first point.  This assessment and point distribution
 
would then be completed for the rest of the norms.
  The
 
results are referred to as the stage weightings.
 
After the stage weightings were completed, the modal
 
stage was then identified.  The modal stage is simply the
 
stage that has received the greatest stage weighting.
  If a
 
tie occurs between two stage weightings  the resulting modal
 
stage would be in the form of a transitional  stage (e.g. if
 
stages 2 and 3 had equal stage weightings the modal  stage
 
score would be 2/3).
 
Once the modal stage has been identified, the
 
Sociomoral Reflection Maturity Score (SRMS)  can be
 
calculated.  "The SRMS is the arithmetic average of the norm
 
ratings multiplied by 100" (Gibbs & Widaman, 1982,  p. 16).
 
First, the sum of the stage weightings is computed, followed
 
by the multiplication of each weighting by its associated
 
stage.  The sum of the products is then divided by the
 
weighted total and multiplied by 100 to obtain the SRMS.
 
For example, if stage 1 had a weighting of 0, stage two of
 
4, stage three of 9 and stage four of 3 the sum of the
 
weightings would be 16.  Each weighting is then multiplied
 
by the stage it was assigned to:  0 X 1;  4 X 2;  9 X 3;  3 X 4;
 
which results in a product of 47. Forty-seven is then
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divided by 16  (the weighted score) and multiplied by 100.
 
The SRMS for this example would be  294.
 
The global stage represents an index of the SRMS point
 
range of 100 to 400 that has been translated into seven
 
segments, the four stages and three transitional stages.
 
The transitional stages have been broken down into
 
subclasses, two per transitional stage: 100-125 = stage 1;
 
126-149 = major-minor transition 1(2);  150-174 = major-minor
 
transition 2(1); 175-225  = stage 2; 226-249 = major-minor
 
transition 2(3); 250-274  = major-minor transition 3(2); 275­
325 = stage 3; 326-349 = major-minor transition 3(4);  350­
374 = major-minor transition 4(3); and 376-400  = stage
  4
 
(Gibbs and Widaman, 1982).  These transitional  stages
 
indicate if the subjects'  responses were closer to the
 
preceding stage or the following one, giving that stage
 
majority status (Gibbs & Widaman, 1982).  The global rating
 
for the above example, which had an SRMS of 294, would be
 
stage 3.
 
Several data analysis techniques were utilized  to
 
analyze the data.  Chi-square was used to analyze the
 
relative frequencies of qualitative stage variation, through
 
use of the modal stage scores, as opposed to lack of
 
variation across demographic groups.  Analysis of variance
 
(ANOVA) was used to test for significant differences  among
 
mean ratings of moral development stages, as indicated by
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the SRMS, across the demographic variables of age, gender,
 
class standing, and major area of study.
 
Summary
 
The main objective of this study was to gain a better
 
understanding of university students' level of moral
 
development and how they differ.  The researcher also
 
addressed the possible influence of age, gender, class
 
standing, and major areas of study on the level of moral
 
development reached.  Whether or not students consistently
 
fall into one or two stages,  or a range of stages, was also
 
of interest.
 
Trevino's (1986) interactionist model, which is
 
grounded in cognitive moral development, served as a
 
theoretical framework for this study.  A purposive sample of
 
university students in various disciplines were given Gibbs
 
and Widaman's (1982) Sociomoral Reflection Measure,  to
 
measure the subjects' level of moral development.
 
Demographical information was also collected (Appendix D).
 
Chi-square and ANOVA were used to test the research
 
hypotheses.
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CHAPTER IV
 
RESULTS AND DISCUSSION
 
The purpose of this study was to ascertain if the
 
specific elements of age, gender, major, and  level of
 
education directly related to an individual's stage of
 
moral development within a sample of college  students which
 
represented a cross-section of major fields:  business,
 
home economics, and liberal arts.  The possible differences
 
between the above groups served as focus of this study.
 
The objectives included:  (1) Do the majority of university
 
students fall into one or two stages of moral development?
 
Or do they fall into a range of stages?  If so, which
 
stages?  (2)  Is there variation in level of moral
 
development across age groups, class standing, major areas
 
of study, or by gender?  This chapter will include sections
 
discussing sample description, demographic characteristics,
 
and the relationship between stage of moral development
 
achieved and the previously mentioned demographical
 
variables.
 
Sample Description
 
One hundred ninety-one questionnaires were completed by
 
college students at a major West-coast university.  However,
 
only 144 proved to be usable or scorable.  Twenty-eight of
 
the questionnaires were unusable because the stated major
 
was different from those involved in the study.  Another
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important factor, as Gibbs and Widaman (1982) predicted,
  was
 
simply that the respondent chose not to complete the
 
questionnaire.  Eleven surveys were rejected because of
 
incompleteness.  Due to lack of demographic data,  four
 
questionnaires were rendered unusable.
  Finally, four
 
surveys were also discarded during the scoring process.
  In
 
keeping with the rules for scoring,  as outlined by Gibbs and
 
Widaman (1982), a questionnaire could only be used if at
 
least five of the eight norms proved to be scorable; less
 
than five would have resulted in unreliable results.
 
Therefore, a total of 47 questionnaires were eliminated from
 
the study.
 
Interrater Reliability
 
As noted in the previous discussion of  the research
 
instrument, Gibbs and Widaman (1982)  recommended the
 
following minimum standards for acceptable interrater
 
reliability:
 
100%  modal stage agreement within a one-

stage interval
 
67%  exact modal stage agreement
 
.70  SRMS correlation
 
25pts.  mean absolute SRMS discrepancy
 
80%  global agreement within a one-third
 
interval
 
50%  exact global stage agreement (p. 57).
 
With the exception of meeting the 67% exact modal  stage
 
agreement requirement, all of the recommended minimum
 
standards were met (Table 2).  This discrepancy could have
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been related to the imprecision of the modal score
 
acquisition.  As stated in the previous chapter,
  a modal
 
score is defined as simply the highest stage weighting on a
 
given questionnaire coding form (see Appendix E).
  The stage
 
that received the highest weighting may not accurately
 
define that individual's actual sociomoral stage.
  Both the
 
SRMS and the global score appear to be a more accurate
 
measurement of one's appropriate stage of moral development.
 
Since the SRMS and the global score are within the desired
 
perimeters, as well as the modal stage agreement within a
 
one-stage interval, the interrater reliability was
 
considered acceptable for purposes of this study.
 
Table 2
 
Interrater Reliability Results
 
100%  Modal stage within one-stage interval
 
59%  Exact modal stage agreement
 
.80-.99  SRMS correlation
 
22 pts.  Mean absolute SRMS discrepancy
 
96%  Global stage agreement within a 1/3 interval
 
51%  Exact global stage agreement
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Demographics
 
The subjects responded to various questions regarding
 
demographical information including age, gender, major in
 
college and level of education (or class).
  Demographic
 
characteristics of the total sample are given in Table 3.
 
Age
 
The average age was typical of a college campus with
 
the majority of students (72.9%) falling between the ages of
 
18 and 21.  The minimum age was 18 and the maximum age was a
 
single outlier of 38 (mean = 21.03).
 
Gender
 
The majority of the subjects were female (86.8%).
  This
 
skewness was most likely due to the high ratio of home
 
economics students compared to the two other groups,
 
business and liberal arts.
 
Major in college.
 
As mentioned above, the largest concentration of
 
subjects (64.6%) indicated home economics as their major.
 
Students who declared a business major made up 21.5% of the
 
sample and the final 13.2% were liberal arts.  The subject
 
representativeness was better for this variable with majors.
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Table 3
 
Frequency Distributions and Percentages of Demographic Data
 
Characteristic
  f %
 
Gender
 
Male
  19  13.2%
 
Female
  125  86.8
 
144
  100.0%
 
Age
 
__.
  19
  31  21.0%
 
20  21
  74  51.4
 
22  24
  33  22.9
 
25
  6  4.2
 
144  100.0%
 
Class Standing
 
Freshman
  8
  5.5%
 
Sophomores
  30  20.8
 
Juniors
  45  31.3
 
Seniors
  57  39.6
 
Graduate
  1  0.7
 
No Response
  3  2.1
 
144  100.0%
 
Major in College
 
Business  31
  21.5%
 
Liberal Arts
  19  13.2
 
Home Economics
  93  64.6
 
No Response  1  0.7
 
144  100.0%
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Level of education
 
Sophomores, juniors, and seniors represented 20.8%,
 
31.3% and 39.6% of the sample,
 respectfully.  Freshmen only
 
constituted 5.5% of the respondents.
  In addition, 2.1% of
 
the questionnaires were unusable in terms of this variable
 
as the class standing information was left blank.
  Finally,
 
only one subject, less than .7%, indicated graduate student
 
status on the questionnaire.
  Thus, the graduate level of
 
education was eliminated from the statistical analysis.
 
Moral Development Stage Achieved
 
The quantitative analysis of the Sociomoral Reflection
 
Measure (SRM) was converted into three numerical  scores: 1)
 
the modal stage, 2) the Sociomoral Reflection Maturity Score
 
(SRMS), and 3)  the global stage.  The modal stage score is
 
indicative of the highest stage weighting for a given
 
questionnaire.  For each subject, the resulting four stage
 
weightings are computed into a SRMS. A SRMS  can range from a
 
perfect stage 1  (SRMS = 100) to a perfect stage 4  (SRMS =
 
400), this included all possible scores in-between which
 
incorporated stages 2 and 3 as well as the transitional
 
stages, 1/2, 2/3, and 3/4 (Gibbs & Widaman, 1982).  Finally,
 
the global stage weighting for a questionnaire represents
 
the developmental vicinity of the SRMS in terms of  a
 
categorical stage rating.  In addition, the global scores
 
divide the transitional stages in half giving majority
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status to the higher stage (Gibbs & Widaman,  1982).  This
 
provides a more accurate representation of an individual's
 
sociomoral status.  The complete frequency distributions for
 
stage of moral development achieved in this study can be
 
found in Table 4.
 
Modal
 
As discussed in the previous chapter, the modal  stage
 
is one of the primary indices that can be derived from the
 
highest-level ratings from each of the eight  norms.  The
 
stage weightings are then calculated based on these norm
 
ratings.  The modal stage can then be easily assessed.
 
The majority of subjects appeared to be clustered
 
around modal stage 3  (71%).  The mean for the total sample
 
(n = 144) was 3.12 with a standard deviation of  .48.  Only
 
7% of the respondents were found to be between stages  1 and
 
2/3, with that entire percentage at stage 2.  At the higher
 
end of the spectrum, 23% met the requirements of stages 3/4
 
and 4.
 
SRMS
 
After assessing the modal stage, the SRMS was then
 
computed.  This allows the researcher to benefit from a
 
quantitative, continuous index.  For the total sample (n =
 
144), the mean was 309, an almost perfect stage 3, with a
 
standard deviation of nearly 33  (SD = 32.95).  The minimum
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SRMS was 194 (stage 2), and the maximum  SMRS was an
 
extremely high level 4 score of 394.
 
Table 4
 
Frequency Distributions and Percentages  of Sociomoral Stage

Data
 
Score Type  f  %
 
Modal Stage
 
Stage  2  10  7% 
Stage  3  102  71 
Stage 3/4  9  7 
Stage  4  23  16 
144  100% 
SRMS 
175  225
  1  .7%
 
226  249
  4  3.0
 
250  274
  15  10.3
 
275  325
  84  58.0
 
326  349
  24  17.0
 
350  375
  14  10.0
 
375  400
  2  1.0
 
144  100.0%
 
Global Stage
 
Stage  2  1  .7%
 
Stage 2(3)  4  3.0
 
Stage 3(2)  15  10.3
 
Stage  3  84  58.0
 
Stage 3(4)  24  17.0
 
Stage 4(3)  14  10.0
 
Stage  4  2  1.0
 
144  100.0%
 
Note.  SRMS = Sociomoral Reflection Maturity Score
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The greatest number of respondents'
 scores (58%) fell
 
between 275 and 325, which is considered a stage 3 rating.
 
Of the remaining subjects, 14% scored between 174 and 274,
 
and 28% scored higher than 326 (see Table 4).
  Therefore,
 
the researcher can conclude that for this sample the
 
majority of university students fell into a single stage of
 
moral development, stage 3,  as opposed to.a range of stages
 
in accordance to the consideration of the objectives cited
 
earlier.
 
Global
 
Technically the global stage frequencies and
 
percentages compute the same as the SRMS.  However, since
 
they utilize separate indices the summary statistics appear
 
different.  The total sample (n = 144) had a mean of 3.08
 
with a standard deviation of .32, and a range of 2 to 4.
 
Since the global stage is a direct derivation of the SRMS,
 
the findings discussed for the SRMS apply to the global
 
score as well.
 
Results of Hypothesis Testing
 
The development of the following hypotheses were based
 
on the findings of previous research and the objectives of
 
this study.  Previous studies have indicated differences in
 
ethical business practices based on age (Goolsby & Hunt,
 
1992; Lysonski & Gaidis, 1991; McCabe, Dukerich, & Dutton,
 
1991), level of education or major in college (Goolsby  &
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Hunt, 1992; McCabe, Dukerich, & Dutton, 1991; Peterson,
 
Beltramini, & Kozmetsky, 1991),and gender (Gilligan, 1982;
 
Goolsby & Hunt, 1992; Jones, Jr.,  1990; McCabe, Dukerich,
 &
 
Dutton, 1991; Peterson, Beltramini,  & Kozmetsky, 1991).
 
This study, which related these factors to level of moral
 
development found both similar and conflicting results.
 
For chi-square to be an effective procedure, none of
 
the observed frequency cells in the chi-square tables can
 
contain a zero.  The researcher collapsed the tables
 
containing zeros to comply with this  statistical
 
requirement.  However, there are other precautions involving
 
the use of chi-square (Welkowitz,  Ewen, & Cohen, 1976).
  The
 
specific precaution of interest related to the size of the
 
expected frequencies.
  Since the chi-square test "is based
 
on the expectation that within any category, sample
 
frequencies are normally distributed about the population or
 
expected value" (Welkowitz, Ewen, & Cohen,  1976, p. 247),
 
the test's validity dwindles the smaller the expected
 
frequencies.  Welkowitz, Ewen, and Cohen (1976) outline
 
certain instances where chi-square should not be computed:
 
1) For one Degree of Freedom (DF), expected
 
requencies should all be at least five,  2)  for
 
two DF, expected frequencies should all exceed
 
two. 3) With three or more DF, if all expected
 
frequencies but one are greater than or equal
 
to five, and if the one that does not is at
 
least equal to one (p. 248).
 
Therefore, due to small expected frequencies, the researcher
 
was not able to utilize chi-square tests for analysis
 
without violating chi-square assumptions.
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An interval-scale technique, ANOVA,
  was deemed an
 
appropriate (Gibbs & Widaman, 1982)  statistical approach to
 
be used with the Sociomoral Reflection Maturity Score
 
(SRMS).
  Thus, ANOVA was used to test the research
 
hypotheses.  Discussion of the hypotheses testing results
 
are summarized in the following sections.
 
H 1.
  There is variation in level of moral
 
development across age groups.
 
ANOVA was used to test the effect of age (Table 5) on
 
the dependent variable,  a given stage of moral development
 
as measured by the SRMS.  An F-ratio of 5.225 indicated a
 
difference among the three group means.
  Significance was
 
demonstrated by a probability value of  .0019, which
 
indicated that stage of moral development varies
 
significantly across age groups.
 
A Scheffe multiple range test was run to determine
 
where these significant differences occurred.  The test
 
indicated a statistically significant difference between the
 
age groups of under 19 and twenty-two through twenty-four.
 
Older students indicated significantly higher  levels of
 
moral development than those who were younger.  The over 25
 
category was not found to be statistically different from
 
the under 19 group due to low representation.  The
 
researcher accepted this hypothesis.
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Table 5
 
Results of One-Way ANOVA for Sociomoral Reflection Maturity

Scores (SRMS) by Age
 
Group
 
Variable  n  SD
 Means  F-ratio  2-Value
 
Age
  5.225  .0019
 
19  31  293.42  11.22
 
20  21  74  308.01  7.26
 
22  24  33  323.00  10.87
 
25  6  325.17  25.50
 
H 2.
  There is variation in level of moral
 
development across class standing.
 
The effect of class standing (Table 6),  or level of
 
education, on an individual's apparent level of moral
 
development, based on ANOVA testing,  was analogous to the
 
age data results.  An F-ratio of 4.021 represented a
 
difference in means, while a probability level of  .0089
 
indicated that stage of moral development varies
 
significantly across class standing.  A Scheffe multiple
 
range test was run to determine where these significant
 
differences occurred. The test indicated a statistically
 
significant difference between the sophomore and senior
 
class standings.  However, freshmen were not found to be
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statistically different from the seniors due  to low
 
representation.
 
Variation in level of moral development  across class
 
standing was also supported by categorizing the  class data
 
into upper (juniors and seniors)and lower (freshmen  and
 
sophomores) classes (Table 6).  ANOVA was again performed
 
and similar results were found.  The F-ratio increased to
 
7.109, indicating a slightly higher differentiation in
 
means, and the p-value barely dropped to .0086.  The
 
researcher can conclude, for this sample, that  as one's
 
level of education increases, so will the level of moral
 
maturity.  This hypothesis was also accepted.
 
Table 6
 
Results of One-Way ANOVA for Sociomoral Reflection Maturity
 
Scores (SRMS) by Class Standing
 
Group
 
Variable  Means  SD  F-ratio  p-Value
 
Class  Individual  4.021  .0089
 
Freshmen  8  290.13  22.11
 
Sophomores  30  297.63  11.42
 
Juniors  45  304.80  9.32
 
Seniors  57  318.11  8.28
 
Class  Grouped  7.109  .0086
 
lowerclass  38  296.05  9.80
 
upperclass  102  312.24  6.25
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H 3.	  There is variation in level of moral
 
development across major areas of  study.
 
To test the effect of major in college on level of
 
moral development, ANOVA was used (Table  7).  The F-ratio
 
(.104) indicated that the group means were very close to
 
being equal.  The high probability level of  .9015 conveyed
 
no significant difference.  Therefore, the researcher
 
rejected the hypothesis for this sample.
 
Table 7
 
Results of One-Way ANOVA for Sociomoral Reflection Maturity

Scores (SRMS) by Major in College
 
Group
 
Variable  n
  Means  SD  F-ratio  2-Value
 
Major	  .104
  .9015
 
Business  32  311.13  11.60
 
Liberal Arts  19  307.00  15.04
 
Home Econ.  93  308.71  9.17
 
H 4.	  There is variation in level of moral
 
development between genders.
 
The ANOVA results for the effect of gender on stage of
 
moral development also produced insignificant results (Table
 
8).  The F-ratio (.669) indicated means of almost equal
 
value, while a probability level of .4234 affirmed that
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there is no significant difference in mean ratings of
 
sociomoral reflection by gender.
  Analogous with the major
 
in college results, ANOVA indicated no significant
 
probability levels.  Therefore, the researcher rejected this
 
hypothesis within the bounds of this sample.
 
Table 8
 
Results of One-Way ANOVA for Sociomoral Reflection Maturity

Scores (SRMS) by Gender
 
Group
 
Variable  n  Means  SD  F-ratio  p.-Value
 
Gender
  .669  .4234
 
Male  19  314.79  14.97
 
Female  125  308.14  5.83
 
Summary
 
Analogous with previous research, findings indicated
 
that age was directly related to an individual's current
 
stage of moral development.  Concurrently, the class
 
standing variable also was found to influence one's stage of
 
moral development.
 
Conversely, the remaining demographic variables tested
 
differed from previous studies, failing to prove
 
significant.  A collegian's choice of major was not found to
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influence stage of moral development achieved.
  Furthermore,
 
the impact of gender-based differences on stage of moral
 
development did not appear to be of significance.
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CHAPTER V
 
CONCLUSIONS AND RECOMMENDATIONS
 
The purpose of this study was to determine if the
 
specific elements of age, gender, major,  and level of
 
education influenced college students'  stage of moral
 
development.  Trevino's (1986) interactionist model,
 
combined with the basic principles of cognitive moral
 
development (Blasi, 1980; Kolhberg, 1976), provided the
 
theoretical basis for this study.  The objectives for this
 
study were to:  1) determine if the majority of university
 
students fall into one or two stages of moral development or
 
a range of stages; and to 2) determine if there is
 
variation in level of moral development  across age groups,
 
class standing, major areas of study,  or by gender.
 
Summary of Procedures
 
To examine the influence of the above demographic
 
variables on level of moral development achieved, 144
 
university students from three specific majors:  business,
 
liberal arts, and home economics, willingly gave of their
 
time to participate in a lengthy, qualitative questionnaire.
 
Demographical information was also collected.
 
The research instrument used was the Sociomoral
 
Reflection Measure (SMR), designed to measure an
 
individual's level of moral development.  The SMR considered
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four stages of moral development:  1) unilateral and
 
simplistic, 2) exchanging and instrumental, 3)
  mutual and
 
prosocial, and 4) systemic and standard, in addition to
 
three transitional stages:  a) transition 1/2, b) transition
 
2/3, and c) transition 3/4,  or type R.  Although
 
representation in all seven stages,  or transitions, was not
 
assured, the apparent stage-like differences  helped in
 
understanding the process behind a given decision based on
 
the level of moral maturity attained.
 
The accuracy of the intensive qualitative content
 
analysis was confirmed through acceptable (Gibbs  & Widaman,
 
1982) interrater reliability comparisons.
  The data from the
 
questionnaires were then reduced to frequencies, counts, and
 
measurements for appropriate quantitative analyses.
 
One-way analysis of variance statistics were performed
 
to test the research hypotheses.  Frequencies and
 
percentages were also calculated for both the demographic
 
and sociomoral stage data with regard to the total sample.
 
The chi-square tests were not used because the basic chi-

square assumptions could not be met (Welkowitz, Ewen, &
 
Cohen, 1976).
 
As with most research, the results of this study cannot
 
be discussed without acknowledging its limitations.  With
 
regard to age, the range was not broad enough to completely
 
understand the affect of age on stage of moral development.
 
Although statistical results indicated significance, it
 
would be necessary to examine the full age range, from pre­65 
teens to the aged, in comparison to moral development  to
 
test the effect of age.  This would indicate if the effect
 
of increased age on increased levels of moral maturity,
 
continues upward, reaches a plateau,  or begins to decline.
 
In the future, researchers may want to broaden the age span
 
of their research samples to include younger subjects (e.g.
 
junior and senior high school) as well as tapping the
 
middle-aged and senior citizens.
 
Concurrent with the age factor is the class,  or level
 
of education.  Again, a wider range would prove beneficial.
 
It may have been insightful to include graduate students in
 
all of the represented majors so as to extend the comparison
 
and further validate the research findings.  The suggested
 
inclusion of junior high and senior high students may also
 
be appropriate with regard to this variable.
 
The fact that the frequency results for the major area
 
of study in college variable were highly skewed toward the
 
home economics major could also be considered  a limitation.
 
Current findings may have had different results with a
 
balanced, more representative sample.  The researcher
 
recommends that future research include a sample with more
 
equal representation.
 
Analogous with the major in college data, gender
 
differences were also highly skewed.  In the future,
 
researchers may want to try equalize the male to female
 
ratio to avoid the resulting skewness.
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Furthermore, several respondents commented that the
 
dilemmas were unrealistic, thus leaving them frustrated and
 
limited with regard to response options.
  Carpendale and
 
Krebs (1992) affirm this viewpoint in their recent study
 
that compared Kolhberg's moral dilemmas to their own moral
 
choices set in the context of business  settings.  They
 
concluded that "it is misleading to characterize individuals
 
as 'in' a stage of moral development; they may be 'on' a
 
stage in one situation and on another stage in another
 
situation" (Carpendale & Krebs,  1992, p. 222).
 
However, as discussed in chapter three,  an individual
 
was not assigned to a given stage of moral development  based
 
on a single dilemma.
  Each subject responded to two
 
dilemmas, both of which consisted of many different
 
situational changes within the overriding dilemma.  The
 
individual's response was scored based on a weighted average
 
of all the "mini" situations within each of the dilemmas.
 
Summary of Findings
 
Results of the analysis of variance tests indicated
 
differing means for the factors of age and class standing,
 
while concurrently showing a significant effect on level of
 
moral development (p-value = .0019,  .0089, respectively).
 
Conversely, the means for the two remaining variables,
 
gender and major in college, resulted in no apparent
 
significance on stage of moral maturity achieved.
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Previous research positively linked age and maturity to
 
ethical decision-making (Goolsby, & Hunt,  1992; Lysonski &
 
Gaidis, 1991; McCabe, Dukerich, & Dutton, 1991).  Similarly,
 
the present study found that one's age is directly related
 
with an individual's current stage of moral  development.
 
Goolsby and Hunt (1992) suggest that this relationship will
 
persist far into adulthood as the individual obtains  greater
 
responsibility.  These findings document the previously
 
mentioned need for continued study on the affect of age on
 
moral development utilizing samples that encompass a broad
 
age range.
 
This study indicated that class standing,  or level of
 
education, was also an important influence on one's stage of
 
moral development.  Previous research (Goolsby & Hunt, 1992;
 
Peterson, Beltramini, & Kozmetsky, 1991) confirmed this
 
finding.  Goolsby and Hunt (1992) compared students with and
 
without graduate degrees to find that those with higher
 
degrees also had higher cognitive development scores.  As
 
mentioned in the previous section, researchers would benefit
 
from expanding the range of education level to include,
 
graduate students and secondary grades seven through twelve
 
to determine the average stage of moral development at each
 
grade level.
 
Results of this study, however, do differ from previous
 
studies with regard to students' major in college as well as
 
their gender.  Although previous work (McCabe, Dukerich, &
 
Dutton, 1991; O'Clock & Okleshen, 1993) found that an
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individual's chosen major in college can affect ethical
 
decision-making, such was not the case in the present study.
 
The researcher did not find significance between a
 
collegian's choice of major and stage of moral development.
 
However, due to the discrepancy, this aspect deserves
 
further contemplation to determine the validity of this
 
finding.
 
Finally, the controversial issue of gender also failed
 
to prove significant with regard to its impact on stage of
 
moral development achieved.  Previous studies proved
 
inconsistent with no definitive conclusions.  Many
 
researchers have found differences (Betz, O'Connell, &
 
Shepard, 1989; Gilligan, 1982; Goolsby and Hunt, 1992;
 
Peterson, Beltramini, & Kozmetsky, 1991) both in levels of
 
concern for unethical behavior and the likeliness of
 
engaging in such actions, while others (McCabe, Dukerich, &
 
Dutton, 1991) found no significant differences between males
 
and females.
 
However, even within those studies which found
 
significance in cognitive moral development of men and
 
women, the reason for this difference also exudes
 
controversy.  Apparently, some women make ethical decisions
 
based on emotionalism and intuition (Gilligan, 1982), while
 
others make moral decisions with more rationality and
 
cognitivity than the men from the same study (Goolsby &
 
Hunt, 1992).  This suggestion of similar cognitive
 
development supported the present research, but the
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possibility of differing moral outcomes based on internal or
 
biological development warrants further study.
 
Conclusions
 
The findings of the present study contribute  to the
 
current body of knowledge, specifically with regard  to moral
 
development research.  Although there has been some research
 
conducted on the moral development of college students,  the
 
studies are relatively few (Lysonski & Gaidis, 1991).  When
 
results of a new study confirm previous studies,  current
 
theories are solidified and new ones may evolve.
 
Conversely, when previous studies are contradictory, new
 
research which investigates why these differences occur may
 
result in findings that may have otherwise been left
 
uncovered.
 
Confirmation of the elements of age and class standing,
 
or level of education, are indicative of the strong
 
relationship between these specific demographic variables
 
and the stage of moral development achieved.  The positive
 
relationship between the above variables can be used in
 
future research as a constant or a given by which to examine
 
other possible factors that may influence an individual's
 
stage of moral development.
 
This research also addressed the call (Marks & Mayo,
 
1991) to determine if an individual's stage of moral
 
development influences the resolution of moral dilemmas.
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This study attempted to answer this call with the  testing of
 
four demographical factors that could influence moral
 
development.  It can be concluded that an individual's stage
 
of moral development does influence the way one responds to
 
a moral dilemma.
 
Trevino's (1986) interactionist model of ethical
 
decision-making in organizations (Figure 1) posited that
 
ethical behavior is a function of individual moral
 
development and cognitions, individual characteristics, and
 
situational moderators.  The present study focused on
 
individual cognitions to ethical dilemmas and how basic
 
demographic factors may directly relate to the resulting
 
stage of moral development.  According to Trevino (1986)
 
one's stage of moral development will subsequently determine
 
whether or not the resultant behavior will be ethical  or
 
unethical.  Future researchers may want to study various
 
aspects of the model to discover which moderators have the
 
greatest effect on moral decision-making and behavior.
 
The fLn,dings of this investigation can also be applied
 
to future curricula development.  The knowledge of specific
 
factors that influence moral decision-making may be
 
advantageous for the educator in understanding how to
 
incorporate discussions of ethics into a given curriculum.
 
"With such an understanding, organizations could take
 
normative, proactive steps toward reducing ethical conflict
 
and promoting ethical behavior" (Goolsby & Hunt, 1992, p.
 
55) .
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Recommendations for Future Research
 
Based on the results of this study, combined with
 
aspects of Trevino's (1986) interactionist model this
 
research did not address, various recommendations  for future
 
research are proposed.  Specifically, the individual
 
moderator of ego strength and the situational moderator of
 
referent others may prove to have a considerable affect  on
 
moral and behavioral decision-making.
 
Ego-strength, or one's strength of conviction, is
 
important to consider because the ability for individuals  to
 
defend their beliefs and self-regulate their actions  may
 
have a profound effect on ethical decision-making.  This
 
factor strongly influences the decision to act on one's
 
perception of right and wrong (Trevino, 1986).
 
Referent others can be defined as an individual  or
 
group "conceived of having significant relevance upon an
 
individual's evaluation, aspirations or behavior (Park  &
 
Lessig, 1977, p. 102). Role models, or relevant social
 
influences can take many forms (Bank, Slayings, & Biddle,
 
1990), and research that offers timely insight as to the
 
influence of referent others on ethical behavior can be
 
utilized as a source for which to build hypotheses.
 
Other factors may also be salient considerations for
 
future research.  For example, researchers may want to
 
utilize a widely accepted, standardized test such as the
 
PSAT, SAT or MAT, as a variable to compare with stages of
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moral development.  Not only are these tests considered
 
credible, but reliable due to heavy usage and consistent
 
results.  Since most students who attend senior high  school
 
take at least one standardized test, and most colleges and
 
universities require the scores for entrance, access to
 
these scores would be relatively simple.
  Accumulated grade
 
point average (G.P.A.) may also be used as a possible
 
comparison variable.  The correlation between intelligence,
 
or at least the ability to retain and process information,
 
and stage of moral development may prove significant.  This
 
may serve to increase our understanding of the mentality
 
behind the attainment of a given stage of moral development.
 
The magnitude of the ramifications of ethical  decision-

making, combined with the reported decline of morality,
 
warrants continued research in this area.  This study,
 
combined with many others, have either discussed or tested
 
ethical decision-making and a given stage of moral
 
development based on specific demographical factors.  While
 
the results of this study contribute to the moral
 
development literature, certain prevailing questions remain
 
unanswered.  Awareness of an individual's moral maturity is
 
certainly a place to start, but it does not tell us how or
 
why it was achieved.  If we can understand why some
 
individuals function at higher stages of moral development
 
than others, the current knowledge base would be greatly
 
expanded with opportunities for expanding current theory and
 
the development of new ones.
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Appendix B
 
PARTICIPANT INFORMATION AND INFORMED CONSENT
 
Principal Investigators:
 
Leslie D. Burns, Ph.D.
 
Cheryl L. Jordan, Ph.D.
 
You are being asked to participate in a study that deals
 
with your general attitudes and your attitudes toward jobs and
 
business.  Participation in the study will consist of completing
 
the attached questionnaires.
 
If you have any questions, please feel free to ask the
 
person passing out the materials.  As there are no right or wrong
 
answers to the questionnaire items, the answers you give on the
 
questionnaires do not reflect on you personally.  Your name will
 
not be associated with the information you put down.  Please, do
 
not put your name or any other type of identification on the
 
questionnaires.  If at any time throughout the session you find
 
you would rather not participate, feel free to discontinue.  The
 
activity should prove interesting and we appreciate your

cooperation.
 
I voluntarily agree to participate in the proposed activity
 
identified and explained above.
 
Name  (Print)  Signature  Date
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Appendix C
 
INSTRUCTIONS
 
In this booklet are two social problems
  with questions for you to answer
  are
 asking the question not just to find out about
  your opinions about what should be done

in the problems, but also to understand why you have those opinions.
  Please answer all
 
the questions, especially the "why" questions.
  Feel free to use the backs of the  pages
 to finish writing your answers if you need more space.
 81 
PROBLEM ONE
 
In Europe,
 a woman was near death from a special kind of
  cancer.  There was one
 drug that the doctors thought might
  save her.  It was a form of radium that  a druggist

in the same town, had recently discovered.
  The drug was expensive to make, but the

druggist wanted people to pay ten times  what the drug cost him to make.
 
The sick woman's husband, Heinz,  went to everyone he knew to borrow the money,
 but he could only get together about  half of what the druggist wanted.
  Heinz told the

druggist that his wife was dying and asked
  him to sell it cheaper or to let him pay
 later.  But the druggist said, "No.
  I discovered the drug, and  I'm going to make money
 from it."  So the only way Heinz could get the  drug would be to break into the

druggist's store and steal the drug.
 
Heinz has a problem.
  He should help his wife and save her life.
  But, on the

other hand, the only way he could get the drug she needs would be  to break the law by
 stealing the drug.
 
What should Heinz do?
 
should steal/should not steal/can't  decide
  (circle one)
 
Why?
 
Let's change things about the problem and see if you still have the opinion you

circled above (should steal, should not steal, or can't decide).
 Also, we want to find
 
out about the things you think are important in  this and other problems, especially why

you think those things are important.
 Please try to help us understand your thinking
 
by WRITING AS MUCH AS YOU CAN TO EXPLAIN
  YOUR OPINIONS--EVEN IF YOU HAVE TO WRITE OUT
 
YOUR EXPLANATIONS MORE THAN ONCE.
  Don't just write "same as before."  If you can

explain better or use different words  to show what you mean, that helps us even more.

Please answer all the questions below, especially  the *why' questions.
 
1.
  What if Heinz' wife asks him to steal the  drug for her?
  Should Heinz:
 
steal/should not steal/can't decide
 (circle one)
 
la.
  How important is it for a husband to do what his wife  asks, to save her by
 
stealing, even when he isn't sure whether that's the best  thing to do?
 
very important/important/not important  (circle one)
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lb  WHY is that very important/important/not important  (whichever one you circled)'
 
2. 
2a. 
2b. 
What if Heinz doesn't love his wife?  Should Heinz: 
steal/not steal/can't decide  (circle one) 
How important is it for a husband to steal to save his wife, even if he doesn't 
love her? 
very important/important/not important  (circle one) 
WHY is that very important/important/not important (whichever one you circled)? 
3.  What if the person dying isn't Heinz' wife but instead is a friend (and the 
friend can get no one else to help)?  Should Heinz: 
steal/not steal/can't decide  (circle one) 
3a. 
3b. 
How important is it to do everything you can, even break the law, to save the 
life of a friend? 
very important/important/not important  (circle one) 
WHY is that very important/important/not important (whichever one you circled)? 83 
a.	  What about for a stranger?  How important is it to do everything you can, even
 
break the law,  to save the life of a stranger?
 
very important/important/not important  (circle one)
 
b.  WHY is that very important/important/not important (whichever one you circled)?
 
5.  What if the druggist just wants Heinz to pay what the drug cost to make, and 
Heinz can't even pay that?  Should Heinz: 
steal/not steal/can't decide  (circle one) 
5a.  How important is it for people not to take things that belong to other people? 
very important/important/not important  (circle one) 
5b.  WHY is that very important/important/not important (whichever one you circled)? 
6a.  How important is it for people to obey the law? 
very important/important/not important  (circle one) 
6b.  WHY is that very important/important/not important (whichever one you circled)? 84 
What if Heinz does steal the drug?  His wife does get better, but in the 
meantime, the police take Heinz and bring him to court.  Should the judge. 
jail Heinz/let Heinz go free/can't decide  (circle one) 
7a.  How important is it for judges to go easy on people like Heinz? 
very important/important/not important  (circle one) 
7b.  WHY is that very important/important/not important (whichever one you circled)? 
8.  What if Heinz tells the judge that he only did what his conscience told him to 
do?  Should the judge: 
jail Heinz/let Heinz go free/can't decide  (circle one) 
8a.  How important is it for judges to go easy on lawbreakers who have acted out of 
conscience? 
very important/important/not important  (circle one) 
8b.  WHY is that very important/important/not important (whichever one you circled)? 
9.  What if Heinz' wife never had cancer?  What if she was only a little sick, and 
Heinz stole the drug to help her get well a little sooner?  Should the judge: 
jail Heinz/let Heinz go free/can't decide  (circle one) 
9a.  How important is it for judges to send people who break the law to jail? 
very important/important/not important  (circle one) 85 
9b.  WHY is that very important/important/not
  important (whichever one you circled)?
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PROBLEM TWO
 
Joe is a fourteen-year-old boy who wanted to go to camp very much.  His father
 
promised him he could go if he saved up the money for it himself.
  So Joe worked hard
 
at his paper route and saved up the $40 it cost to go to camp and a little more

besides.
  But just before camp was going to start, his father changed him mind.
  Some
 
of his father's friends decided to  go on a special fishing trip, and Joe's father was
 
short of the money it would cost.
  So he told Joe to give him the money Joe had saved
 
from the paper route.
  Joe doesn't want to give up going to camp, so he thinks
 of
 
refusing to give his father the money.
 
Joe has a problem.
 Joe's father promised Joe he could go to camp if he earned
 
and saved up the money.  But, on the other hand, the only way Joe could go would be
 
disobeying and not helping his father.
 
What should Joe do?
 
should refuse/should not refuse/can't decide (circle one)
 
Why?
 
Let's change things about the problem and see if you still have the opinion you
 
circled above (should refuse, should not refuse, can't decide).
  Also, we want to find
 
out about the things you think are important in this and other problems,
 and especially
 
why you think those things are important.
  Please try to help us understand your
 
thinking by WRITING AS MUCH AS YOU CAN TO EXPLAIN YOUR OPINIONS--EVEN IF YOU HAVE TO
 
WRITE OUT YOUR EXPLANATIONS MORE THAN ONCE.
  Don't just write "same as before."  If you
 
can explain better or use different words to show what you mean, that's  even better.
 
Please answer all the questions below, especially the "why"  questions.
 
1.	  What if Joe hadn't earned the money?  What if the father had simply given the
 
money to Joe and promised Joe could use it to go to camp--but now the father
 
wants the money back for the fishing trip?  Should Joe:
 
refuse/not refuse/can't decide  (circle one)
 
la.	  How important is it for parents to keep their promise about letting their
 
children keep money--even when their children never earned the money?
 
very important/important/not important  (circle one)
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lb  wHy is that very important/important/not  important (whichever one you circled)?
 
2a.  What about keeping a promise to a friend?
 How important is it to keep a promise,

if you can, to a friend?
 
very important/important/not important  (circle one)
 
2b.  WHY is that very important/important/not important
  (whichever one you circled)?
 
34.  What about to anyone?
 How important is it to keep a promise, if you can, even to

someone you hardly know?
 
very important/important/not important
 (circle one)
 
3b.  WHY is that very important/important/not
  important (whichever one you circled)?
 
4.
  What if Joe's father hadn't told Joe to give him the  money but had just asked Joe
 
if he would lend him the money?  Should Joe:
 
refuse/not refuse/can't decide  (circle one)
 
4a.  How important is it for children to help their parents, even when their parents
 
have broken a promise?
 
very important/important/not important  (circle one)
 
4b.  WHY is that very important/important/not important (whichever  one you circled)?
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5.	  What if Joe did earn the money, but Joe's father did not promise that Joe could
 
keep the money?
 
Should Joe:
 
refuse/not refuse/can't decide  (circle one)
 
5a.  How important is it for parents to let their children keep earned money--even
 
when the children were not promised that they could keep the money?
 
very important/important/not important  (circle one)
 
5b.  WHY is that very important/important/not important (whichever one you circled)?
 
6.	  What if the father needs the money not to go on a fishing trip but instead to pay
 
for food for the family?  Should Joe:
 
refuse/not refuse/can't decide  (circle one)
 
6a.  How important is it for children to help their parents--even when it means that
 
the children won't get to do something they want to do?
 
very important/important/not important  (circle one)
 
6b.  WHY is that very important/important/not important (whichever one you circled)?
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Appendix D
 
DEMOGRAPHIC CHARACTERISTICS
 
The following questions are designed to help us interpret our findings
 
accurately.  We would appreciate your answers.
 
1.	  How old were you on your last birthday?
 
YEARS
 
2.	  You are:  (Circle number of your answer)
 
1  MALE
 
2  FEMALE
 
3.	  Which do you consider your ethnic identity?  (Circle one number)
 
I  AMERICAN INDIAN (NATIVE AMERICAN)
 
2  ASIAN (ORIENTAL
 
3  BLACK (NEGRO)
 
4  HISPANIC (MEXICAN-AMERICAN)
 
5  WHITE (CAUCASIAN)
 
6  OTHER (Please indicate)
 
4.	  What is your current major?
 
MAJOR
 
5.	  What is your class standing this term?  (Circle one number)
 
1	  FRESHMAN
 
2	  SOPHOMORE
 
3	  JUNIOR
 
4	  SENIOR
 
5	  GRADUATE STUDENT
 
6.	  Your hometown is:
 
STATE
 CITY
 
7.	  How many brothers and sisters do you have?  Please indicate the number
 
of each, below.  (If none, write 0 )
 
BROTHERS
 
SISTERS
 
8.	  Within your family are you:  (Circle one number)
 
1	  THE ONLY CHILD
 
2	  THE OLDEST CHILD
 
3	  A MIDDLE CHILD
 
4	  THE YOUNGEST CHILD
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9.	  What is the highest level of education that your father completed?
 
1
  SOME GRADE SCHOOL
 
2
  COMPLETED GRADE SCHOOL
 
3
  SOME HIGH SCHOOL
 
4
  COMPLETED HIGH SCHOOL
 
5
  TECHNICAL OR TRADE SCHOOL BEYOND HIGH SCHOOL
 
6
  SOME COLLEGE
 
7  COMPLETED COLLEGE DEGREE
 
8  SOME GRADUATE WORK
 
9  GRADUATE DEGREE
 
10.	  Please describe your father's occupation.
  (If retired, describe his
 
occupation before retirement.)
 
KIND OF WORK:
 
KIND OF COMPANY OR BUSINESS
 
11.	  What is the highest level'of education that your mother completed?
 
1  SOME GRADE SCHOOL
 
2  COMPLETED GRADE SCHOOL
 
3  SOME HIGH SCHOOL
 
4
  COMPLETED HIGH SCHOOL
 
5
  TECHNICAL OR TRADE SCHOOL BEYOND HIGH SCHOOL
 
6  SOME COLLEGE
 
1  COMPLETED COLLEGE DEGREE
 
8  SOME GRADUATE WORK
 
9  GRADUATE DEGREE
 
12.	  Please describe your mother's occupation.  (If retired, describe her
 
occupation before retirement.)
 
KIND OF WORK:
 
KIND OF COMPANY OR BUSINESS
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Appendix E
 
PROTOCOL STAGE RATING
 
CODE is
 
FORM:  B (circle one)
  MODAL:
 
RATER:  /)1 ,/oa/1.5
  SRNS:

DATE:
 
GLOBAL:
 
Prob­
lem 
Norm 
(question) 
Question 
Referent 
Aspect 
Citation  Level 
Comments 
(e.g., Orientation A or B) 
1: Affil. 
(lb, 
2b, 
3b) 
2: Life
 
(4b)
 
One  3: LwPrp.
 
(5b,
 
6b)
 
r 7
 4: Legal
 
Justice
 
(7b,
 
9b)
 
5: Con-

r
 
science
 
(8b)
 
6: Fam.
 
Affil.
 
(lb,
 
4b,
 
6b)
 
Two  7: Contract
 
(2b,
 
3b)
 
8: Property
 
(5b)
 
Stage: Weightings
  Computational Space
 
1:
 
2:
 
3:
 
4:
 
Total:
 
TR:  A:
 
TP:  B:
 